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Abstract 
The quality of the experience in the early years of teaching has long-term implications for 
teacher efficacy, job satisfaction and career length. Comprehensive school-based 
induction programs are crucial for successful transitions into professional practice and for 
retaining beginning teachers in the profession. Indeed, quality mentoring programs can 
shape significantly beginning teachers’ practices. However, in Australia, teacher 
induction occurs in an ad hoc, sporadic and piecemeal fashion often with inadequate 
support and mentoring with many beginning teachers left to navigate their way unaided 
into the profession.  The aim of this qualitative, year-long study was to explore and 
describe the induction experiences of eight beginning teachers as they negotiated their 
first year of teaching.  The participants of this study were selected randomly from a 
student cohort who attended the same Australian regional university and completed a 
four-year Bachelor of Education (Primary) degree.  Multiple forms of data were collected 
from the teachers throughout their first year of teaching. By the end of the year only one 
beginning teacher appeared to be consistently mentored on whole school programming, 
and planning for improving teaching with opportunities to visit classrooms of more 
experienced teachers. This lack of support was evident regardless that all the beginning 
teachers had indicated at the commencement of the year that they would need assistance 
in many aspects of professional practice.  This study highlights the need for principals 
and school staff to re-assess their contribution to beginning teachers’ development within 
specific school contexts, which includes the allocation of a mentor to discuss key issues 
and share practices, scheduled time for collaboration with colleagues, support for 
continued professional development, and clear guidelines for mentor support. 
Furthermore, these induction programs should reflect the needs of beginning teachers 
with mentoring programs tailored to enhance explicit teaching practices.   
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 ‘Reality shock’ is a major part of the experience for many beginning teachers in 
their transition from pre-service training to professional practice (Department of 
Education Science and Training, 2002). The early experience for many beginning 
teachers is “one of isolation, of being ‘thrown in at the deep end’, and rarely with 
satisfactory advice, mentoring or supervision to help them cope” with the 
demands of their first teaching appointment (Lovat & MacKenzie, 2003, p. 20). 
Stress, self-doubt and disillusionment result from these experiences (Khamis, 
2000) and, in more serious cases, teacher morale and effectiveness are reduced. 
Initial teaching experiences have a major impact on teacher attrition rates, longer-
term commitment to the profession (Skilbeck & Connell, 2005) and on future 
teaching performance. It is therefore essential that well-monitored teacher 
induction programs effectively support beginning teachers as they make their 
transition from preservice teacher to beginning classroom practitioner (Ramsey, 
2000). 
 
While teacher induction may take many different forms, quality induction 
programs greatly assist the beginning teacher process (Ewing & Smith, 2003; 
Wong, Britton, & Ganser, 2005; Peeler & Jane, 2003). Wong (2005) claims the 
process of induction is a “highly organised and comprehensive form of staff 
development, involving many people and many components” (p. 379). However, 
this is not the experience for many beginning teachers. 
 
Induction and beginning teachers 
Wong (2005) purports that the teacher induction process needs to be coherent and 
sustained with support being provided for the first two to five years of a teacher’s 
career. The process should include long term planning for improved teaching and 
learning, aligned with the instructional philosophy of the school and professional 
standards. Opportunities for beginning teachers to receive guidance from more 
experienced colleagues in supportive environments with time allocated for 
collaboration, reflection and a gradual acculturation into the profession (Howe, 
2006) also underpin quality induction processes.   
 
The role of experienced teachers to act as mentors to beginning teachers is 
generally viewed as crucial in effective induction programs (Ryan & Cooper, 
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2000; Skilbeck &Connell, 2005). Quality mentoring programs can shape 
significantly beginning teachers’ practices (Cochran-Smith, 1991; Hatton & 
Harman, 1997; Ryan & Cooper, 2000; Staton & Hunt, 1992); however mentors 
must be trained to ensure they provide support that is linked to the process of 
induction (Wong, 2005).  The provision of an experienced mentor who can guide 
the beginning teacher with observations of classroom practices and networking 
connections with more experienced colleagues requires a strong commitment and 
support from school administration. Furthermore, any support should be ongoing 
with continual assessment of the beginning teacher’s needs. 
 
Aim of this study 
Producing and retaining quality teachers require commitments from key 
stakeholders (i.e., governments, education systems, school staff, and beginning 
teachers).  Induction programs can provide opportunities for beginning teachers to 
develop quality teaching practices; yet these need to be comprehensive, coherent, 
sustained and directly linked to students’ learning.  This study aims to explore and 
describe the induction experiences of eight beginning teachers as they negotiated 
their first year of teaching.  The purpose is to highlight induction processes 
currently occurring for beginning teachers and report on aspects that require 
further advancement.   
 
Data collection and analysis 
This interpretive study sought to understand human behaviour through the 
perspective of the respondents and employed qualitative methods of data 
collection (Best & Kahn, 2003; Neuman, 2000).  This investigation included eight 
beginning teachers who completed their Bachelor of Education (primary) degree 
at the same regional university.  The eight beginning teachers involved in this 
investigation were selected from members of the final year cohort who indicated 
they were successful in attaining full-time employment or fixed-term full-time 
employment at the completion of their four-year Bachelor of Education degree.  
These beginning teachers were selected using simple random sampling as it was 
hoped that those selected would “reflect the distribution of relevant variables 
found in the target population” (Hittleman & Simon, 2002, p. 94).  The 
participants in this small-scale study represented 10% of the total cohort that 
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completed the Bachelor of Education in that year and the data were collected over 
a one-year period.  The eight beginning teachers (males n=4, females n=4) were 
of varying ages and employed in a variety of school settings in three different 
states. Four were mature-aged university students. Other than one male (aged 22), 
all were assigned to rural town schools or rural isolated schools and other than one 
female (aged 34) all were located in government schools. 
 
The data were collected using information gathered from emails, telephone 
interviews and a questionnaire. The beginning teachers were asked open-ended 
questions in each of the data collection methods as this allowed for an unlimited 
number of possible answers and the inclusion of the unexpected (Neuman, 2000).   
Each beginning teacher was contacted via email at the beginning of term one to 
gather data regarding the school contexts and to obtain initial information their 
expectations for induction.  They were then contacted again via email at the end 
of each term to discuss their progress and document the induction processes 
provided by their school.  Phone interviews were conducted and a questionnaire 
administered at the end of term four.  The 20-45 minute phone interviews allowed 
for a more extensive discussion in a relaxed environment that was conducive to 
eliciting more frank and honest responses (see Hittleman & Simon, 2002).   The 
questionnaire provided an opportunity to obtain additional data (Neuman, 2000) 
that was directly related to the induction of the beginning teachers. 
 
The open-ended email questions, the phone interviews and the questionnaire 
related to the induction processes experienced by the beginning teachers and were 
based upon The Public Education Network’s (2004, cited in Wong, 2005) 
attributes of a quality induction program.  Asking the same or similar questions 
each term allowed for the beginning teachers to add information and document the 
induction process over the entire year.  The responses gathered each term from 
each participant were coded for themes and commonalities (see Hittleman & 
Simon, 2002), which were used to compare the variations in the experiences of 
the eight beginning teachers. 
 
Results and discussion 
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Data were gathered at the beginning of term one when the beginning teachers 
commenced their school appointment.  All eight beginning teachers noted in their 
emails that they felt apprehensive about teaching but seemed excited at having 
their own class.  The participants commented that they had areas of concern as 
beginning teachers but were hopeful in gaining assistance from their colleagues at 
their schools.   
 
All eight beginning teachers felt they may require assistance with teaching to cater 
to individual difference, assessing in terms of outcomes, relating to parents, 
relating to the wider community, and understanding school policies.  However, 
most of the students commented they would not require assistance relating to 
students, and understanding legal responsibilities and duty of care.   Six 
participants were satisfied with their teaching placements and positive about the 
way they had been welcomed to their school.  A typical positive response was 
noted by participant 7: 
I arrived in the town on the Thursday before school started and I contacted the 
principal to introduce myself.  He invited me to a welcome function for all the 
new staff on Monday at the school.  I went along and all the staff attended.  They 
seem like a great bunch.  I was given a school tour and was shown my classroom.  
On the student-free day the Principal went through the school policies and 
procedures with all of the new staff.  I am feeling more comfortable every day. 
 
Participant 5 was particularly positive with his initial induction at his school. 
I feel very happy with the induction arrangements at my school.  I am team 
teaching with a very experienced teacher.  I sit with her regularly and we discuss 
any areas that may be of concern to me.  I program with her and so far we have 
discussed school policies, assessment in terms of outcomes, classroom 
management, working with parents and effective ways of working with the 
varying needs of students in the class.  I feel I am really learning, making good 
progress and most of all the students are benefiting. 
 
Two participants were not so positive about their initial encounter with their 
schools, for example, Participant 4 commented: 
I rang my principal the week before school started.  He said to come on the first 
pupil free day.  I arrived at the school and was introduced to the staff.  There was 
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a staff meeting in the morning and I really did not understand most of they what 
they were talking about.  The Deputy then showed me to my classroom and 
stated that I could leave at 3pm on that day.  I had questions but felt too scared to 
ask anyone.  I was not even sure of the school bell times at the end of that first 
day.  I hope I find someone that is friendly and will offer advice. 
 
The initial positive responses may have been related to the beginning teachers’ 
successful attainment of employment. The negative responses were more fears of 
the unknown and not having initial consultations in order to address questions that 
may lead to a more comfortable induction. By the end of term one, there were 
only two positive responses and six negative responses.  Six beginning teachers 
indicated they were disappointed with their induction experiences.  A typical 
response came from Participant 1 who commented: 
Induction….I don’t think my school has heard of that word.  The welcome 
barbecue and the ‘meet the parents’ afternoon seems to be the extent of the 
induction process.  I think everyone is just busy.  I handed in my program in 
week 4 of this term.  There was a positive comment at the end so all I can think is 
that they are happy with my progress. 
 
While Participant 3, who was placed in the isolated/rural context, noted no one 
was available to induct him as all staff were new. 
Induction….what is that?  Everyone at our school is new.  Even the gardener is 
new.  There is no one who can induct me... we are just muddling through 
together. 
 
Formalising induction processes by assigning a mentor to a beginning teacher is a 
first step towards addressing beginning teachers’ needs.  Indeed, understanding 
induction and the associated processes may not be clear to beginning teachers. For 
example, Participant 8 claimed there was no induction available to her and she 
could only draw on the expertise of her next-door colleague (who acted as her 
mentor): 
I am under the impression that as a ‘fixed term’ appointment I don’t qualify for 
induction.  This has not been explained directly to me but I have not been 
approached at a school level or by the department.  I am teaching next door to an 
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experienced teacher so when the need arises I approach her (my saving grace 
really!). 
 
By the end of term 2, the responses became less detailed and many took several 
weeks to be returned via email with some requiring follow up phone calls. At this 
stage of the year, many of the participants had settled into their teaching contexts 
but did not feel supported within their school context.  The beginning teachers 
were specifically asked about their relationships with their mentors.  Six of the 
eight participants noted they had been allocated mentors but the relationships and 
styles of mentoring varied amongst the group.  A mentor in an executive position 
may not establish a well-developed rapport with the beginning teacher to 
adequately address concerns.  Beginning teachers do not want to feel too exposed 
to their superiors, particularly for fear of being labelled incompetent. Participant 2 
commented, 
The Deputy Principal is my mentor.  I feel quite reluctant to let him know when I 
am experiencing difficulty as I feel he will think I am failing.  My class is 
difficult to manage and I feel I have to cope on my own. 
 
One school made a concerted effort to maintain induction processes with the 
mentor will to assist the beginning teacher wherever possible. Participant 5 
continued to be positive about his mentoring experiences. 
The principal is my mentor but I can approach anyone at my school.  They are so 
willing to help.  I know I only have to ask.  
 
The willingness for teachers to assist at one school may not be noted at another 
school.  Participant 4 seemed to be losing confidence as a result of poor 
mentoring.  The mentor did not appear to scaffold the beginning teacher’s 
development through positive and constructive feedback.  Instead, Participant 4 
felt frustrated and possibly incompetent by a less-than-helpful mentor: 
My mentor wants me to do everything her way.  I am so frustrated.  I know she 
has a great deal of experience but I think she believes everything I do is wrong.  I 
would describe her as controlling rather then helpful. 
 
Formal induction programs may make a difference to the beginning teachers’ 
development. At the end of term three, six of the beginning teachers noted they 
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had attended a two-day induction program for beginning teachers.  All six 
participants claimed they enjoyed the two days and gained from the experience.   
A typical comment came from Participant 2 who noted: 
During this term I attended a two-day induction in-service for beginning teachers.  
It was great to speak with other beginning teachers and know that my feelings of 
self doubt and the problems I was experiencing were the same as the others.   
 
These programs need to be available early in the year and should continue with 
inservice as the year progresses in order to address the beginning teachers’ needs. 
To illustrate, Participant 1was positive but noted the induction program could 
have provided more ideas for the classroom: 
I really enjoyed the two-day induction program I attended this term.  It was great 
to talk to other people in the same boat.  I think the people who organised the 
program need to design it more so it meets the needs of the group.  We talked 
about the Quality Teaching Framework and our professional identities.  I don’t 
think they realised we did all that stuff at uni.  It was a positive two days but 
could have been a little more relevant to us.  I would have loved some more ideas 
for the classroom. 
 
Participant 5 did not attend the above two-day induction program but had a range 
of inservice opportunities throughout the year.  This was because he was teaching 
in a different Australian state. He maintained a positive attitude towards his 
induction into teaching.  He noted at the end of term three: 
I feel my school has done it [induction] well.  I have attended in-service courses 
on a range of issues.  I have been well supported by the staff and have been given 
assistance and direction by my mentor and the other staff at my school.  I feel I 
have had input into my induction and the staff value my opinion.  I have a goal to 
be a principal in five years and my principal is assisting me to meet that goal. 
 
At the end of term four the beginning teachers were interviewed by telephone and 
sent a questionnaire via email.  The telephone interviews revealed that although 
five out of the eight felt they had “survived” the year only one beginning teacher 
felt they had been provided with a suitable on-going induction experience. 
Participant 4 emphasised the need to have well-planned induction programs for 
beginning teachers: 
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I have survived my first year of teaching and I am ecstatic.  I love my class, I 
love teaching but there have been days when I have been close to giving it all 
away.  How much effort would it have taken to provide some on-going support?   
Everyone at my school is lovely but they are busy.  I have spoken to the staff and 
they have stated that schools needed to be funded so that the support beginning 
teachers require can be provided.  I have spoken to some of my friends from uni 
and they did not even have a mentor.  I found my mentor quite negative but at 
least I could speak with her if I had a problem.  Something needs to be done to 
better support beginning teachers in their first year. 
 
Participant 5 who felt positive about his induction experience throughout the year 
attributed his success in teaching to the staff that had supported him.  He noted: 
I have had a fantastic year.  The staff have been great.  I think my induction into 
teaching has been well-planned and maintained throughout the year.  The parents 
have been very positive and the students have obtained great results.   I think the 
year was a positive learning experience mainly due to the induction I received. 
 
Beginning teachers were asked to indicate the types of induction experiences they 
had experienced throughout the year and the school terms in which they were 
experienced. Only one beginning teacher had assistance for long-term planning 
for teaching, a veteran teacher’s input on school program design and structure, 
opportunities to visit classrooms of more experienced teachers, reduced workload 
and additional release time, and an opportunity to assess induction being received 
(Table 1).  It is interesting to note that this teacher, only a few years on, is a 
school principal. More than one beginning teacher received a welcome to the 
school with the school context outlined, meetings with more experienced teachers, 
opportunities to attend professional development courses, and an allocation of a 
mentor (Table 1). These stark inequities and inconsistencies highlight the need for 
considerable departmental intervention with well-designed induction programs.  
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Table 1:  
Frequency of induction activities for beginning teachers 
Induction activity 
 
Number of 
participants who 
noted the activity 
School terms in 
which they were 
noted 
Welcomed to the school and school context outlined 5 Term 1 
The instructional philosophy of the school was outlined 2 Term 1 
Assistance provided for long-term planning in teaching 1 Terms 1 & 2 
Institutional support and commitment was provided  4 Terms 1 & 2 
Veteran teachers input on school program design and structure 1 Terms 1 & 2 
Opportunities to visit classrooms of more experienced teachers 1 Term 1 
Meetings with more experienced teachers  3 Terms 1 & 2 
Opportunities to attend professional development courses  7 Term 3 
Allocation of a mentor  6 Terms 1-4 
Reduced workload and additional release time 1 Terms 1-4 
Opportunity to assess induction being received  1 Terms 1-4 
 
Conclusion 
The implementation of quality induction programs can mean more effective 
teaching, better outcomes for students, enhanced relationships, and the possible 
retention of teachers in the profession (Wong, 2005). Countries such as 
Switzerland, France, New Zealand, Japan, and China have implemented well-
funded induction programs that offer support to all beginning teachers in at least 
the first two years of teaching (Howe, 2006; Wong, 2005). However, in Australia, 
while education authorities such as the NSW Department of Education and 
Training (DET) have produced induction and mentoring websites and manuals for 
teacher induction and mentoring (i.e., NSW Department of Education, 1998, 
2006), there appears to be little monitoring of the quality, frequency, and nature of 
mentoring.  Retaining teachers and developing quality teachers require 
government funding commitments to guarantee well-developed induction 
programs are available to all beginning teachers.  This study highlights the 
sporadic nature of induction and presents the varied quality and frequency of such 
programs in Australia. Departments of education must ensure consistency of 
practices in order to provide comprehensive, purposeful and equitable experiences 
aimed at enhancing the profession and education for all.  As Ramsey (2000) states 
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“Employers and the profession have a responsibility to provide high quality 
induction experiences. Beginning teachers have a right to expect them” (p. 22). 
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